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ABSTRACT 

In this study, the evaluation of pupil creativity was 
partitioned into affective and cognitive components while teacher 
behavior was divided into classroom practices and teacher attitude. 
Sine hundred and forty-five fifth grade pupils from a small city 
district were studied for one year. The teacher attitude measure did 
not relate to creative ability and only unidirectionally to creative 
attitude. The teacher "s classroom practices related to creative 
ability but not creative attitude. The interrelationships suggest the 
multidimensional nature of creativity assessment in the classroom 
setting. (Author) 
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■ Tr> «-|,-fc> ^tudv> t he fiYaiiia^-yftT* p»p-^1 creativity was partitioned 

into affective and cognitive conponents while teacher behavior was di- 
vided into classroom practices and teacher attitude^ Nine hundred, 
forty-five fifth grade pupils from a small city district were studied 
for one year. 

The teacher attitude measure did not relate to creative ability 
and only unidirectional ly to creative attitude. The teacher's class- 
room practices related to creative ability but not creative attitude. 

The interrelationships suggest the multidiraensional nature of 
creativity assessment in the classroom setting. 




PROBLEM 



While It has traditionally been a logical astiuoqption that the 
teacher is the key to the classroom environment in terms of pupil crea- 
tivity, the research has not clearly sx^ported this assumption* 

The principal concern raised at this point is that, while aca- 
demic subjects can be taught > is it reasonable to include creativity, 
affective or cognitive » within the educational domain? Hallman (1964) 
suggea led -that" creativity is a reasonable goal of pdii ^l - fr^^rffinft 



"the process of being creative is the process of developing oneself as 
a personality; it Is the process of unfettering the chains of habit, 
routine > and repression^'^*^^"^." Creativity can ideally be included as 
a part of the educational domain. In reference to the development of 
creativity. Sir Cyril Burc (1965) noted » ^'Heredity at best can provide 
only the seed; the seed must be planted in suitable soil, tended, water- 
ed, and cxiltivated before it can mature and blossom^^*"'*^?" The' child 
has a given amount of creative potential but this must be developed to 
become functional. Lowenfeld (1961) described this, "In the same way 
we can differentiate between potential and functional intelligence we 
can distinguish between potential and functional creativity^^*^-^." 
The principal environment designed by a society to develop this poten- 
tial is the educational system. 

Yet> one must wonder whether the specific system is appropriate 
to creative development. DeBono (1969) described the tjrpe of thinking 
taught by the conte!H)orary American Education as based on the idea that 
one must not be wrongs only move in a planned direction, and only con- 
sider the relevant. He felt that our system tends to build up large, 
established patterns that do not lead to creativity but, rather, away 
from it. 
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Vaughn (1969) took a imich more extreme position. In reference 
to the fact that creativity and creative thinking have been studied at 
length she said, 

One thing made clear by these random and often unrelated in- 
sights is that our traditional programs in education are effec- 
tive instruments of our authoritarian society and antithetical 
to the development of creativity, and that they have been ef- 
fective and efficient in producing quiet, orderly, and courteous 
children, rather than flexible, sensitive, and courageous indi- 
vidualsLp • 230 J ^ 



If, indeed, our present need in education is to increase the 
quality of a student's knowledge, then the process by which a 
student comes to know becomes as inqiortant as the amount of 
knowledge gained. The emphasis in the educational process 
should be on the development of a mature, sensitive, and re- 
sponsible individualLP^231J, 



She concluded. 



A cognitive style needs to be considered valuable in our society, 
so that young people can strive for their interpretations of 
worth and destiny in freedom. Furthermore, it is necessary for 
young people to maintain an almost "naive" attitude to problems 
so that pre-established cixstoms and norms do not remain as fixed 
and unchanging responses to the emerging needs of mankind. The 
teacher and the school in America best would serve in this develop- 
ment of students* attitudes, sensitivity, and character indirectly 
by providing an atmosphere of receptive listening, rather than the 
present insistence on authority. An insistence on authority and 
the censure of divergent thoughts is believed, by Torrance and 
others, to be a major cause for the^oss recorded in the level of 
creative ability in our youth^P'^^ZJ^ 

The school may be called many things and written into an infi- 
nite variety of syllogisms. Yet at the end it all comes down to chil- 
dren and a teacher. It has been pointed out in the 1970 White House 
Conference that, "There are three main factors that influence creativity 
and the learning process: Culture, Environment, and Communication^^ *"'"^~^." 
Obviously the teacher has small control over the culture from which the 
child comes. The teacher can and does exert a powerful influence on 
the environment in which the child spends many of his waking hours 



through the school year* "Similarly," as the White House Conference 
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said> "the teacher is the instructional medium — both the medium and the 
message — the link between the child and the act of leaming^^'^''"'." 
Given this position as the instructional medium and controller of the 
environment » does it seem unreasonable to say that the teacher must have 
a large effect in encouraging or inhibiting a child's learning and crea- 
tivity? 

TlYg--"f^<xaghpr < s the true catalygf: in the classroom. She can of- 
fer » or withhold^ opportunity^ motivation^ and reinforcement. She should 
directly relate to the affective element of the child's creativity. The 
sum of all the acts of all the teachers looms as a crucial element of 
causality when one seeks to explain creativity. 

The teacher is viewed as the key to the classroom environment 
in terms of the pupils* creativity. Lansing (1956) found a significant 
positive relationship of the teacher as a motivator to 5th grade chil- 
dren's creativity. At the same time> he noted that it was not possible 
for him to separate the effect of the classroom teacher from the class- 
room climate.. He felt that the classroom teacher has a definite » potent 
influence on the classroom climate* However, it should be noted that 
his measure of creativity was a rater scale. Bernis and Luft (1970) 
observed 296 grade 7 pupils and found that highly creative pupils did 
not have much of an opportunity to use their creative potential in the 
typical classroom. He showed that the teacher was the controlling fac- 
tor and that the major questions were: how she perceived the pupils 
and to whom she geared the Instruction. 

In their studies of the role of the teacher > Amidon and Flanders 
(1963) found that the pupil expectations of who and what the teacher is 
color all aspects of classroom behavior. Further, once established this 
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classroom climate is fairly constant. They go on to review the findings 
of their own and other research. Summarized, this review tells us that 
the teacher more than any other individual, sets the climate of the 
vlass. Dominative or authoritarian leadership, as opposed to democratic, 
is not conducive to learning and it produces dependency upon the teach- 
er. In Miller's (1964) study of 100 grade 7 and 8 pupils, responsive 
teaching was pitted against highly prescriptive or directive teaching. 
The pupils under responsive teaching expressed significantly more posi- 
tive attitudes toward the learning experience while achieving just as 
wel 1 as pupils under directive teaching. 

In his study of teacher ratings as predictors of pupil creati- 
vity, Holland (1959) concluded that teachers rate on some sort of lead- 
ership potential rather than creativity. He further noted that teachers 
prefer the intelligent to the creative pupil. Piers, Daniels and 
Quackenbush (1950) used Guilford tests with 7th graders and found that 
teacher rating did not correlate with test results. Gardner (1963) 
studied 272 pupils in grades 4, 7 and 12. He calculated a correlation 
coefficient of 0.024 between pupil scores on the Torrance test of crea- 
tivity and teacher ratings and concluded that teachers were not effec- 
tively rating pupil creativity, Williams (1965) studied six 6th grade 
r«^iichers' ability to select their most original and imaginative pupils, 
only one of the teachers selections approached significance. He inter- 
ore ted this to mean whatever the classroom teacher rates as originality 
and imagination, they are not what the Torrance tests measure. Denny, 
Rusch and Ives (1967) studied four 6th grades and found teacher rankings 
to be unreliable. 

In their study, Bennet, Doppet and Modans (1969) found that the 
*^valuation of creative ability is definitely influenced by the back- 



ground and interest area of the rater. Treffinger, Feldhiisen and Thomas 
(1970) studied 38 elementary school teachers and found there were sub- 
stantial differences among teachers in the ability to rate pupil crea- 
tivity as measured by the Torrance test. They also found that other 
cognitive abilities, particularly IQ, influence teacher ratings. They 
concluded that more extensive training than a definition of trait is 
needed for effective rating. 

Guilford (1962) pointed out that cnange m teacher attitude 
would be a big step forward. "The sad fact is that teachers generally 
do not prefer the more creative students^^'"'*^^"*'. *' Hallman (1967) re- 
viewed creativity research and found actions to avoid. He felt that 
creativity can easily be inhibited and that the classroom teacher can 
sustain it. He suggested that the teacher avoid: pressure to conform, 
authoritarian attitudes, ridicule, rigidity of personality, formal re- 
wards, emphasis on correctness, overemphasis on success, hostility to 
divergence and intolerance of play. The marks of the creative classroom 
are self-initiated learning, nonauthoritarian environment, over learning, 
divergent problem-solving, teacher deferment and pupil self -evaluation. 
He discussed the fact that the pupils must learn to be sensitive and the 
teacher must be there to assist the pupil in coping. 

Torrance (1963) commented that much of the creative behavior of 
children is not viewed as acceptable behavior. Thus the teacher has to 
redefine her concepts and values if she wishes to recognize and nurture 
pupil creativity. He further noted that creative thinking abilities 
are of little use when the teacher insists that children memorize facts 
as stated by an authority. He felt that teachers can and should be cat- 
alysts for pupil creativity. He listed common blocks to creativity: 



(1) early childhood fantasy is killed not nurtured, (2) children are 
held back from learning by mass curricula, (3) discipline is overvalued 
to the detriment of spontaneity, (4) teacher status and security are 
overprotected, (5) peer orientation and success hurt self ^exploration, 
(6) divergency is confused with delinquency and (7) work is too sharply 
divided from play. Flanders' (1965) conclusion to his extensive study 
of teaching practices was that high pupil achievement was attained where 
teacher patterns were flexible, neither fixed as direct nor indirect. 
Weber (1967) > using 180 grade 4 pupils, found that pupil creativity as 
measured by the Torrance test was benefited by indirect over direct 
teaching behaviors. Skigaki (1970) studied the effects of teacher at- 
tributes on the creative ability of 32 elementary school pupils. In 
her san5)le, the teachers were preoccupied with conveying lessons (things) 
and failed to use divergent methods but relied on fact-stating. Her 
results indicated that the teacher's actions were not conducive to pupil 
creativity. Hobson and Feldhusen (1971) conducted a special workshop 
for 5th and 7th graders which emphasized freedom and playfulness. They 
showed video tapes of their sessions to 13 teachers. All of the teach- 
ers were supportive of the program's major themes. Half of the teachers 
felt that pupils would learn just as much or more in a free and open 
classroom. However, only four of the 13 were inclined to try it in 
their own classroom. The rest felt that it was not applicable or prac- 
tical. 

It was hypothesized in this study that the evaluation of pupil 
creativity should be dissected into affective and cognitive con5>onents. 
At the same time, teacher behavior should be broken into classroom 
practices and teacher attitude. The relationships of the teacher to 



pupil creativity would thus be approached as possible combinations of 
the cognitive and the affective rather than as gross measures of total 
sphere. 

Method 

The study was conducted in a small city district with predomi- 
nately lower SQcioecQngmij;^ resident^. All o f the fifth grade pupils 
(N » 945) and their teachers wore tested in the Fall and again in the 
Spring. The teachers coin>leted the Kerlinger Education Scale VI (Ker- 
linger > 1970) to assess their attitudes. The affective element of the 
pupils was assessed using the Pennsylvania Assessment of Creative 
Tendency (1971a). The cognitive element was assessed using the Fanani 
Hidden Figures Test (Fanani^ 1964; Sookey> 1971b). The data on the 
teacher classroom practices were collected using Teacher Questionnaire 
from the Commonwealth of Pennsylvania Educational Quality Assessment 
Project. 
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RESULTS 



To assess the relationship of teacher scores to pupil scores, 
Pearson Product Moment Correlation Coefficients were computed usinR the 
class mean scores. The results are shown in Table . The ESB scores, 
a mewure of teacher attitude toward the Closed-Traditional classroom, 
did mt relate significantly to either the Fananl scores or the Penn- 
sylvaala Assessment^ ^f^Crgatiye Tendency scores. The ESA scores, a 
oeassre of teacher attitude toward the Open-DemocratiTclassroom, did 
not Tclace significantly to the Fanani scores. 

Table 

Pearson Product Moment Correlations of Teacher to Pupil Test Scores 



Correlates Pretest 



Fanani Pretest 


-0.1773 


-0.0786 


-0.1448 


-0.1250 


Fanani Post test 


0.0430 


-0.0580 


0.0560 


0.0155 


PACT Pretest 


0.1A89 


0.05o5 


0.1752 


-0.0403 


PACT Post test 


*0.3601 


0.0886 


0.3287 


0.1387 



* .05 r 30 >^ 0.349 
** .01 r 30 >■ 0.449 



The ESA pretest scores did relate significantly beyond the .05 
level with the posttest of the Pennsylvania Asse ssment of Creative T^ncl- 
enc^. Thus, there is a positive relationship between the teachers' atti- 



tudc toward the Open-Democratic classroom in the fall and the ptspih;' 
creative attitude in the spring. 

The correlations were computed by experimental and control groups 
as well as by total group. To assess the difference in relation <;hip5; 
by groups, a z-test was run between the correlations. There was one re- 
lationship that was significantly different between the experimental and 
control groups as shown in Table . The relationship of the ESA post- 
test to PACT posttest was significantly different beyond the .05 level. 
In the control group, a high teacher posttest was associated with a high 
pupil posttest which is supportive of the theory underlying this study. 
In the experimeital group, there was a negative relationship which is 
totally contradictory to the theory. 



Table 

2-Test Between Correlations of Teacher to Pupil Test Scores 



Correlates 


Total 
Group 

r = 


Experimental 
Group 

r «= 


Control 
Group 

r » 


2 » 


P « 


ESA Posttest X 
PACT Posttest 


0.0885 


-0.3172 


0.4944 


2.26 


.05 















To assess the relationship between the teachers* reported class- 
room practices and the pupils* scores, Pearson Product Moment Correla- 
tion Coefficients were computed using the class mean scores. These 
coefficients are reported in Table 
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There were two significant correlations of classroom prat tlces 
to pxjpll scores* Both significant correlations were with the Far in± 
test. There was a significant correlation between the Fananl poj^ttest 
and the use of small groups. The Fanani posttest also related signifi- 
cantly with having pupils evaluate the classroom climate* These corre- 
lations Indicate that high creative ability scores at the end of the 
school year are associated with the practices of using small groups and 
having pupils evaluate the classroom climate* 

The correlations of teachers' reported classroom practices and 
pupils' scores were also computed by experimental and control groups- 
There were no significantly different correlations between the tvo groups. 
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DISCUSSION 

The teacher measure of traditional attitude did not relate to 
either the Pennsylvania Assessment of Creative Tendency of the Fanani 
Hidden Figures Tast > The teacher measure of open-democratic attitude 
related to the Pennsylvania Assessment of Creative Tendency but not the 
Fanani Hidden Figures Test > This finding raises serious doubts as to 
the total effect of the teacher. The teacher attitude did not relate 
at all to creative ability and only partly to creative attitude. This 
would seem to contradict the theory that the teacher is the prime mover 
in the classroom (Combs (1962), Anderson (1959) and Lansing (1956)). The 
moderate position that the teacher can be a motivator (Bennis and Luft 
(1970) and Mars (1969)) seems more tenable. Certain facets of the teach- 
er can effect certain facets of pupil behavior. 

It seems to be a notable fact that the greater the teacher atti- 
tude toward the Open-Democratic classroom the higher the pupil creative 
attitude in the spring. It would seem that the open-democratic attitude 
is related to pupil creativity which supports the position of Christie 
(1970), Hutchinson (1967), Flanders (1965), Kallman (1965), Amidon and 
Flanders (1963), Combs (1962), and Anderson (1959, 1961). The fact that 
it was the teachers' pretest that correlated significantly also lends 
support to Amidon and Flanders' (1963) statement that the pupils' per- 
ception of the teacher is formed early in the year and is enduring. 

The teachers* classroom practices related to the pupils creative 
ability. This supports the position that the open-innovative classroom 
is positively related to creative ability. This position is held by 
Waller (1969), llallman (1967), Torrance (1965), and Rogers (1959). The 
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fact that the classroom practices related to creative ability while 
teacher attitude related to creative attitude raises a more general 
point • 

There are several studies which state that the teacher cannot 
rate creative ability (Denny, Rusch and Ives (1967), Williams (1965), 
Gardner (1963), Piers, Daniels and Quacqenbush (1960), and Holland (1959)). 
The results of the present study suggest that the task of rating creati- 
vity may be illogical. A rating is based upon an affective perception 
while most of the criterion tasks are ability measures. The task should 
be to rate pupil attitude not pupil ability. 

There is another consideration raised by the relationship of 
teacher attitude to creative attitude, and classroom practices to crea-- 
tive ability. If an educational program is to successfully deal with 
pupil creativity, then it must deal successfully with both the attitudes 
and the practices of the teacher. 



